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Abstract 
This study employed a quasi-experimental single-group pretest- posttest design and examined the effect of consciousness-raising
(C-R) activities on English personal pronoun usage to show accurate pronoun-antecedent agreement and the perceptions of C-R 
activities on personal pronouns and learning target grammar. The findings showed that posttest scores vis-à-vis pretest scores 
significantly improved. Additionally, the students’ perceptions about the effect of C-R activities were generally optimistic and
they saw the activities as a credible way to learn and acquire target grammar. A significant relationship was also found between
the students’ positive perceptions about C-R activities and the difference in test performances. 
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1. Introduction 
The central focus of the Communicative Language Teaching (CLT) approach is on the development of 
communicative competence (CC).  In achieving CC, both fluency and accuracy of the use of the language should be 
emphasized. Since 1988, the aim of the Integrated Secondary School Curriculum (or KBSM) for language subjects 
has been to equip students with communicative competence through the integration of four skills and grammar items 
using topics as contexts, cumulatively carried out in a spiral manner to maximize learning through repetition and use 
(Ministry of Education, Malaysia, 1989, p.1-4). However, many practitioners of CLT have observed that emphasis 
on an extensive use of “authentic communication” in the early stages of learning has yielded learners with good 
communication skills, albeit with limited grammatical accuracy (Higgs and Clifford, 1982, p.57-59). This has led to 
a revival of grammar-focused teaching with an emphasis on teaching learners about the rules of the language. One 
such approach is through the use of the consciousness-raising activities. In this approach, efforts are made to draw 
the learners’ attention to the features of the target language to facilitate language acquisition.
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1.1. Problem  statement 
One of the prevailing problems resulting from a CLT approach is the question of how to increase students’ 
grammatical competence. Consciousness-raising (C-R) is a cognitive concept proposed to assist students in 
becoming more grammatical. 
1.2.  Conceptual framework 
The conceptual framework in the study, as illustrated in Figure 1, takes into consideration the consciousness-
raising sequence used in Impact Grammar, (Ellis and Gaeis, 2002, p.4-5) in which the tasks are as follows:
1. Attending task: Students read/listen to a text that they process for meaning. 
2. Noticing task: Students read/listen to the same text, which is now gapped, and fill in the missing words. 
3. Analysis task: Students discover how the target structure works by analyzing the data provided by the text. 
4. Checking task: Students complete an activity to check if they understand how the target structure works. 
5. Production task: Students try out or experiment with the target structure by producing their own sentences.  
Learners Consciousness-raising(C-R) activities 
Learners who are inaccurate communicators 
Learners who are aware and accurate
communicators 
Attending task 
Noticing task 
Analysis task 
Checking task 
Production task 
Figure 1. The conceptual framework based on the consciousness-raising sequence in Impact Grammar 
1.3. Research objectives 
This study was conducted to examine 
1. The effect of C-R activities on personal pronoun usage to demonstrate pronoun-antecedent agreement. 
2. The perceptions of the effect of C-R activities on personal pronoun usage to maintain accurate 
pronoun-antecedent agreement. 
3. The perceptions of the effect of C-R activities as a strategy to learn target grammar.  
4. The relationship (if any) between perceptions of C-R activities on the usage of personal pronouns to 
maintain accurate pronoun-antecedent agreement and the difference in test performances. 
In the study, the C-R activities are the independent variable while the dependent variable is the students’ 
language performance in the personal pronouns test.  
2. Literature Review 
Rutherford (1987) defined “consciousness-raising(C-R)” as “the drawing of the learner’s attention to features of 
the target language (p.189).” The Dictionary of Language Teaching and Applied Linguistics defines C-R as an 
approach to the teaching of grammar in which instruction in grammar is seen as a method of raising the learner’s 
awareness of grammatical features of the language (Richards, Platt & Platt, 1992, p.78). C-R attempts to aid second 
language acquisition by duplicating first language acquisition processes.  Rutherford and Sharwood-Smith (1988, 
p.3), describe consciousness-raising as follows: 
C-R is intended to embrace a continuum ranging from intensive promotion of conscious awareness 
through pedagogical role articulation on the one end, to the mere exposure of the learner to 
specific grammatical phenomena on the other.  
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C-R has several recognizable characteristics. First, it emphasizes long-term learning objectives rather than focus 
on aiding the production of the target structure in the short term. Ellis (1993, p.11) believes that C-R focuses more 
on the awareness of grammatical features rather than on mastery of production. C-R accepts that when the structure 
is taught to the learner, it may not be immediately learnable. Furthermore, grammar does not have to be taught 
explicitly as the learner may also be led to grammatical insights. Third, focus on meaning is given some 
consideration and authentic texts are preferred over concocted examples (Willis & Willis, 1996, p.64). In short, the 
basis of C-R is to get the learners to notice the difference between themselves and the English spoken by native 
speakers so that learners can form and test this hypothesis to achieve natural language acquisition (Rutherford, 
1987).
3. Methodology 
A quasi-experimental single-group pretest and posttest design was used for the study. An intact class of 36 
Diploma in Business Administration were given a pretest (40-item personal pronouns test), exposure to 
consciousness-raising activities, a posttest (the same personal pronouns test), and a 40-item perceptions 
questionnaire using a 5-point Likert scale. Data were analyzed descriptively and inferentially (correlated groups t-
test and Pearson product-moment correlation).  
3.1. Instruments  
The two instruments developed were the personal pronouns test and perceptions questionnaire. To determine 
content validity, the researcher matched the areas covered in the treatment with the test items. The test was also 
examined by two IELTS teachers and piloted with 20 average proficiency students. The 20 gap-filled statements in 
Part 1 had an item difficulty range of 0.3 to 0.9 with an optimal item difficulty level of p-value = 0.54. The 20 
multiple-choice questions in Part 2 had an item difficulty range of 0.3 to 0.75 with an optimal item difficulty level of 
p-value= 0.667. The Kuder-Richardson formula 20 (KR-20) and the Spearman-Brown prophecy formula were also 
computed and obtained acceptable reliability coefficients of 0.754 and 0.782 respectively. In the perceptions 
questionnaire, the first part obtained demographic information while the second part assessed the students’ 
perceptions of C-R activities concerning two subscales. The questionnaire was piloted with 15 students. Each item 
obtained Cronbach’s alpha coefficients ranging between .8286 and .9292. The reliability coefficient for the total 32-
item questionnaire was .94.  
3.2 Procedures 
The procedures of the experiment comprised four key stages. First, the pretest was administered two weeks 
before the treatment lessons. Next, 9 one-hour treatment lessons were delivered twice over 5 weeks, going through 
five C-R activities. The posttest was administered one week after the final lesson and the perceptions questionnaire 
was administered an hour after the posttest. 
4. Analysis and Findings 
4.1. The effect of C-R activities on personal pronoun usage 
A correlated groups t-test was conducted to determine the effect of C-R activities on correct personal pronoun 
usage to demonstrate personal pronoun-antecedent agreement. A significant difference was found between pretest 
scores (M=21.69, SD = 4.515) and posttest scores (M=26.67, SD=4.592), t (35) = -7.617, p=.000. The t-ratio 
suggested that the C-R activities significantly increased the accuracy of personal pronoun usage in the posttest. The 
effect size, Cohen’s d, was 1.269, indicating a very large effect size.  
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Table 1. Correlated groups t-test based on pretest and posttest scores
Pair N=36 
Mean
Std Deviation t-value  Significant level 
(2-tailed) 
Pretest-posttest scores -4.98 3.917 -7.617 .000* 
*p<0.05 
The improvement in the posttest results could be explained in parts. Firstly, during the “attending” and “noticing” 
phases, implicit approaches like input flooding and “typographical input enhancement” (as mentioned by White, 
1998, p. 85) which were used as an implicit “focus on form” technique may have enabled the students to notice 
certain grammatical features. Moreover, the significant improvement in posttest scores may also be attributed to the 
output opportunities created during the analysis stage. Meta-talking and negotiation tasks enabled the students to pay 
attention to personal pronouns, test hypotheses about them and also provided them with auto-input or input provided 
by their own language production (Ellis as cited in Ellis, 2008, p.4). The analysis stage may have facilitated 
acquisition as it may have engaged the cognitive capacity of the students beyond mere memorization or 
regurgitation. In addition, the feedback and interaction stages could have been crucial in helping the students learn 
and acquire personal pronouns. The C-R activities in the experiment used corrective recasting or input –processing 
techniques to direct the students’ attention to correct usage of personal pronouns. During the activities, interaction 
enhancement was also used to encourage the students to notice a mismatch between their existing grammar and 
accurate usage of personal pronouns. Mackey (2006)’s research on interactional feedback was also supportive of 
some elements of C-R and had suggested a positive association between “noticing” and the learning and acquisition 
of L2 target forms he investigated. Finally, the production stage was considered beneficial as it provided some 
communicative opportunity to explicitly practice the target structure and develop awareness. In general, the results 
of the quasi-experimental study showed that C-R activities had an impact on facilitating the development of the 
implicit knowledge of personal pronouns among the students as indicated by the significant difference between 
pretest and posttest scores.
4.2. Students’ perceptions of the effect of C-R  activities on personal pronoun usage 
From the aggregate mean score and standard deviation of the perception ratings for the 11 questionnaire items in 
the first subscale (M=3.79, SD = .597), it can be inferred that the collective perceptions about the role of C-R 
activities on accurate usage of personal pronouns in maintaining pronoun-antecedent agreement were positive. The 
mean scores for each item varied from 3.39 to 4.08. Whilst 9 items depicted agreeable perceptions with mean scores 
from 3.64 to 4.08, two items showed neutral opinions concerning the students’ confidence levels with mean scores 
between 3.39 and 3.47. To recapitulate, an analysis of the results showed that the students appreciated the role of C-
R activities in “organizing the data in a controlled and principled fashion” to enable them to form generalizations 
about personal pronoun usage. Language in C-R is presented in a manner that encourages learners to utilize 
intellectual effort to understand the target feature through what Rutherford (1987) calls “an interaction of the 
universal with the specific” (p.14). The teacher’s role in providing explicit and correct generalizations concerning 
the target feature is de-emphasized. The students felt that the activities had structured their understanding of 
personal pronouns systematically and facilitated their exploration, recognition and integration of personal pronouns 
systematically into their own communication. This finding is supported by Mohamed (2004)’s study in which the 
learners viewed the tasks to be useful and effective because they were able to state specific features of the structure 
as a result of the completion of the tasks. Although the findings indicated that students felt they had improved their 
accuracy in personal pronoun usage, they still felt reservations about expressing their understanding about personal 
pronouns in their own words. The students’ neutral responses showed that they were not really accustomed to 
externalizing and reporting the development of their meta-cognitive awareness of the target structure aloud. 
4.3. The  perceptions of the effect of C-R  activities on learning target grammar 
The aggregate mean score of the 21 items in the second subscale indicated that the students saw the activities as a 
credible strategy to learn target grammar at 3.78. The mean score for each item varied from 3.28 to 4.28. The 
students’ favorable attitudes to the “attending” stage lent support to Sharwood-Smith (1986, p.242 & 251)’s position 
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towards the practice of “focusing on meaning” prior to “focusing on form” at (M=3.83, SD = .910). Secondly, the 
noticing stage enabled the students to “focus on form” following the attention to meaning. According to Long (1991, 
p.45-46), “focus on form” activities overtly drew students' attention to linguistic elements that appeared incidentally 
in lessons where the focus is on meaning or communication. Favorable perceptions towards the use of “structured 
input tasks’ in aiding them to consciously “notice” the target structure were recorded at mean scores between 3.72 
and 3.97. In addition, the students’ perceptions provided evidence in support of Ellis (2003)’s position that “learners 
who are aware of a grammatical structure are more likely to notice it when they subsequently encounter it.” Data 
also showed that analysis was the least favored activity with the highest number of “neutral” mean scores of 3.36 to 
3.34. Students felt tentative about their ability to discover the accurate use of the target feature on their own. D. 
Willis (1997, p.95) pointed out that “in its usual manifestation the grammatical syllabus is a linear and sequential 
display of language items for learner input.” Coming from a Malaysian education system which emphasizes a more 
mechanic (in contrast to Rutherford’s organic), deductive approach to teaching grammar, it was habitual or common 
practice for the students to be dependent upon a teacher to provide the correct generalizations for the grammatical 
rules. In contrast, C-R subscribes to the belief that learning is not a linear process, but a metamorphic one 
(Rutherford, 1987, p. 154). Whilst the scope to misunderstand or have incomplete information about the target 
feature was deemed to be slightly uncomfortable during the process of concept-forming, the findings showed that 
the students felt positively about the analysis stage and considered it as an inevitable stage to experience in the 
pursuit of developing their implicit knowledge of personal pronouns. Next, high mean scores ranging from 3.69 to 
3.94 indicated that the students were open to the process of feedback and perceived feedback as a vital avenue to 
help them clarify and modify their evolving awareness of the target grammar.  The students also found the 
interaction during the feedback stage invaluable in helping them restructure their inter-language grammar to mirror 
the target grammar. The findings provided support for the use of feedback as a necessary stage in the learning and 
acquisition of target grammar. These findings lent support to Naeini’s (2008, p.131) study which suggested that any 
kind of corrective feedback was positive. Finally, high mean scores obtained (from 3.83 to 4.00) on items measuring 
perceptions of the production stage showed that practice was considered crucial in helping the students use the target 
feature in real-life communication. This finding suggests that the students felt good because they feel that “they have 
learned something useful to them personally (Bryne, 1986, p.3). 
4.4. The  relationship between the perceptions of the effect of C-R  activities on personal pronoun usage and the 
difference in test performances 
The Pearson product-moment correlation statistical test examined the relationship between the students’ 
perceptions of the effect of C-R on personal pronoun usage in maintaining pronoun-antecedent agreement (M = 
3.79, SD = .597) and the difference in test performances (M =-4.98, SD = 3.917). At a significance level of alpha 
0.01, the correlation was found to be statistically significant, r (36) =.599, p =. 000. The Correlation Coefficient 
value of .599 indicated that the perceptions towards the effect of C-R activities on personal pronoun usage were 
positively correlated with the difference in test scores, although the correlation was not particularly strong.
Table 2. Correlation between perceptions of the effect of C-R activities on personal pronouns usage and difference in test performances
Subscale  Difference in test performance 
First Subscale Correlation Coefficient 
Sig (2-tailed) 
N
.599(**) 
.000 
36
                        **  Correlation is significant at the 0.01 level (2-tailed). 
The positive correlation could possibly be attributed to the intrinsic need of language learners for systematic rule-
analyzing and conscious learning (Tarvin and Al-Arishi, 1991). The students probably perceived some value in C-R 
activities because they included the systematic abstracting and comparing that students viewed as crucial in second 
language learning and acquisition. Dornyei (2001) emphasized the importance of presenting activities in a way that 
motivated learners. Thus, it could be surmised that the students’ perceptions were positive because they were 
probably motivated by the C-R activities. The students’ affirmative perceptions were also indicative of their 
attitudes. Corder (1967) stressed that intake normally depended on affective factors like motivation and attitudes. As 
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attitude is related to motivation, a positive attitude is deemed necessary for internalization and ownership.  Hence, 
the students’ affirmative perceptions towards the effect of C-R activities might have been motivating enough to 
correspond with a significant difference in test scores. In light of the findings, this suggested that positive 
perceptions towards C-R activities can somehow “create a more positive context in which language learning is likely 
to flourish” (Bialystok and Hakuta, 1994, p.137-140). This “positive context” was probably conducive to language 
learning as C-R activities advocated increased learner autonomy by enabling the students to actively participate in 
the process of becoming “grammatical”.  In addition, research has noted that C-R practitioners do not expect 
immediate mastery or accurate output of the target grammatical feature upon instruction as a direct outcome 
(Hopkins and Nettle, 1994, p158). During the treatment, the students were not pressured to show accurate personal 
pronoun usage immediately, but were given time to internalize the linguistic item and incorporate it into their inter-
language. These circumstances probably contributed greatly to ease the feelings of anxiety and stress. LeLoup 
(2000) further asserted that a low filter with accompanying low anxiety levels would contribute to higher levels of 
comprehension and attention and vice versa. Therefore, positive perceptions resulting from lower levels of anxiety 
or stress among the participants would have possibly inversely reduced psychological learning barriers while raising 
their consciousness concerning correct personal pronoun usage. In other words, there was indication that overall 
optimistic perceptions towards C-R activities on correct personal pronoun usage was linked to significant 
improvement in the students’ test scores.
5. Conclusion 
Based on the findings of this study, it can be suggested that including C-R activities into a communicative 
language teaching curriculum may provide the much-needed proportion of form-focused activities that will assist in 
producing language learners who are both fluent and accurate in the use of the English language. C-R approaches 
may have many more applications apart from developing a greater awareness of target grammar which could trigger 
further implications for developments in second language learning theories and pedagogical practices.   
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